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3Scottish Primary Education: Philosophy and
Practice
Claire Cassidy
This chapter considers three reforms in Scottish primary education since the 1960s rather
than attempting to give a complete account of  its history. There have been many influences
on Scottish education, and Paterson (2003) offers a comprehensive analysis of  the political
and historical shaping of  Scotland’s educational system in the twentieth century. This
chapter reflects on the philosophical links between and across three key Scottish educational
reforms in our most recent past: A Curriculum for Excellence (SEED, 2004), the 5–14 cur-
riculum (see The Structure and Balance of  the Curriculum, SOED, 1993 and LTS, 2000), and
Primary Education in Scotland (SED, 1965), commonly known as the Primary Memorandum.
2007 saw the beginning of  a year of  familiarisation with Scotland’s latest reform of  edu-
cation: A Curriculum for Excellence (SEED, 2004). The document, A Curriculum for Excellence
(ACfE), grew out of  the 2002 National Debate on Education, a Scottish Executive consulta-
tion exercise open to pupils, parents, teachers, employers and others with an interest in edu-
cation. The debate was designed to explore the state of  school education in Scotland. It
revealed that, while there was perceived value in much of  Scottish education, there was also
a need and desire for improvement. Consequently, a Curriculum Review Group was estab-
lished in 2003 ‘to identify the purposes of  education 3 to 18 and principles for the design of
the curriculum’ (SEED, 2004, p. 7). The Group was charged with taking into account devel-
oping technologies and future demands and patterns of  work in the global context, while also
maintaining a view of  children’s development and the role of  adults working with children in
a range of  educational settings. Ironically, the result was a document not far removed from
the educational reform of  1965, Primary Education in Scotland (SED, 1965).
THE PRIMARY MEMORANDUM
Primary Education Scotland (SED, 1965) was designed to share best principles and practice
at both a philosophical and a pedagogical level. Teachers, administrators and others with
responsibility for primary education were urged by William Ross, the then Secretary of  State
for Scotland, to use the Primary Memorandum to ‘stimulate thought and constant reappraisal
of  our own work’ (SED, 1965, p. iii). From the outset, the Memorandum declares the need to
focus on active participation of  children in their own learning and the role of  the child at the
centre of  learning. This was far from a new notion and had strong parallels with Rousseau’s
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Emile, or Education written some 200 years previously. While Emile gave a fictitious and hypo-
thetical account of  how one might educate a child from birth to manhood (manhood being
key, as this was a subset of  adulthood), the impact of  the text in its own time, and subse-
quently 200 years later in Scotland, cannot be ignored. While at the time of  publication the
book was popular enough with those parents in the privileged classes to merit two transla-
tions of  the text into English within six months of  its initial publication (see Darling, 2000),
the influence of  Rousseau’s philosophy was more widely felt and experienced in Scotland
forty years ago, carrying something of  a legacy to this day. For Rousseau, freedom, not power,
was the greatest good; and this ability to do as one desires, being his fundamental maxim,
applied to childhood: ‘all the rules of  education spring from it’ (J.-J. Rousseau, Emile, or
Education, London: J. M. Dent & Sons, 1948, p. 48). Here, Rousseau directs us to the child
at the centre, the child who learns from experience and not from men. It is in this work that
Rousseau advocates setting contexts and circumstances under which and through which
Emile may be educated. Situations are controlled, established or manipulated in order that
Emile achieve the objectives of  the lesson. There is no rote learning, but full – and often
radical – experiential learning. Over time, Rousseau’s Romantic conception of  children and
childhood, one where children were regarded as innocent and different from adults, had
great impact on the ways in which children are treated in education and society more widely
(Cassidy, 2007; Darling, 2000). The authors of  the Primary Memorandum were clearly
influenced by this child-centred philosophy.
Coupled to the notion of  learning through experience was stage maturation theory as
espoused by followers of  Piaget. This developmental psychology saw children progress
through stages of  intellectual maturity. Much of  the Memorandum was allied to the idea that
children progress their abilities at specific stages according to age. The advice for teachers
was that they ‘must appreciate the stages through which the child is passing in his develop-
ment towards adulthood, and attempt to provide for him the environment, experiences and
guidance which will stimulate progress along natural lines’ (SED, 1965, p. 3).
It was held that teachers should pay due attention to the natural development of  the child
and that timing was all-important in the teaching of  content. There are echoes here of  Emile,
since Rousseau also held that children progressed through recognisable stages of  develop-
ment. Children, claimed Rousseau, should not be treated like forced fruit but should be edu-
cated for life. While acknowledging the role of  the child’s environment and the need for
education to recognise it, the Memorandum saw the goal of  education as being one that must
‘concern itself  with fostering in him [the child] the qualities, skills and attitudes which will
make him useful to society and adaptable to the kind of  environment in which he will live as
an adult. (ibid., p. 17).
It was important that children were furnished with the tools to investigate for themselves,
and that they would be encouraged to find answers to the questions they set themselves.
Following not only from Rousseau, but also from Dewey, the Memorandum was clear that
children learn best when motivated by the area of  study and that, therefore, learning and, by
implication, teaching should be developed from interest. The authors eschewed the practice
of  a subject-based curriculum in favour of  purposeful activities that would be more mean-
ingful to the child as a consequence of  being responsive to his interests. Not by accident is
the first chapter of  the Memorandum centred on ‘The Child’. Step by step, the chapter sets
out considerations with regard to the child: growth and development; the primary-school
years; the needs of  the child; the need for security; the need for guidance; the need for
freedom; the need to understand; and the need for the ‘real’ and the ‘concrete’. Each section
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explicates the key factors in relation to the child and his education, clearly highlighting
values underpinned by the philosophies of  Rousseau and Dewey. Teachers are guided
towards supporting the child with advice on how best to think of  children’s development.
The text takes this further to consider the child’s environment. The global and societal envi-
ronment is considered before reflection on the school environment and how it engenders
positive learning experiences. These learning experiences, while initiated by the child, are
facilitated by the staff of the school, and the Memorandum explores the roles of  the head-
teacher, the class teacher, the specialist teacher and the ancillary staff in the child’s educa-
tion. The school is seen not simply as a place where children are placed to be acted upon,
but as a whole environment where an ethos is generated that is conducive to children’s inter-
ests and, therefore, their learning.
The Memorandum discusses a range of  methods and organisational approaches considered
to be conducive to child-centred learning – all this with a view to creating meaningful learn-
ing experiences for ‘backward, able and gifted pupils’, as these children would also ‘grow up
to be citizens of  the future’ (SED, 1965, p. 53). These meaningful learning experiences would
occur by virtue of  a curriculum influenced by the 1956 Schools (Scotland) Code, which set
out the key aspects for instruction. The Memorandum expanded upon the Code’s designated
areas of  spoken and written English, arithmetic, music, art and handwork, nature study, phys-
ical education, geography, history and – for girls – needlework, to create more open and ver-
satile opportunities for teachers to create links across the subject areas. The Memorandum’s
authors recognised the limitations of  the Code and put extra emphasis on a more holistic
approach that was more relevant for pupils without generating an overloaded curriculum.
Integration of  curricular subjects was viewed as essential. There was a place in environmen-
tal studies – the new collective term for arithmetic, history, geography and science – to find
applications for language and mathematics skills, and teachers were urged to do so. Drama
and music could also come together, and art and craft would be a merger of  handwork and
needlework that would be available for boys as well as girls. Further, time allocations were not
seen to be helpful, and it was not anticipated that each child would have the same experiences
in every class in every school; it was for headteachers and their staff to decide what best suited
their children in their contexts in judging what to include in the curriculum, which now
revolved around the main headings of  Language Arts, Environmental Studies, Art and Craft
Activities, Music, Physical Education, Health Education, Handwriting, Gaelic and Modern
Languages. However, this was, in some ways, an ideal.
The 1980 HMI report Learning and Teaching in Primary 4 and Primary 7 (Edinburgh:
SED) surveyed 152 schools (6 per cent of  the primary schools in Scotland), where ‘They eval-
uated what teachers were doing and assessed what pupils were achieving’ (ibid., p. 5). The
survey took account of  what was happening in Primaries 4 and 7, the rationale being that, by
Primary 4, children could read and count, and that Primary 7 was the year before children
migrated to secondary school. The survey showed that, far from the possibilities presented
by the Memorandum to engage in a wide range of  activities through a range of  curricular areas,
teachers were themselves constricting the learning of  pupils by ‘concentrating on a very
narrow span of  activity’ (ibid., p. 46) with a determined focus on ‘basic skills’ to the detri-
ment of  other learning opportunities, ‘with such conviction that it requires to be examined
as a fundamental issue’ (ibid., p. 46). It was not the curriculum that was failing pupils, but,
the report asserted, teachers’ attitudes. The report went on to conclude that there was ‘the
need to preserve breadth in the curriculum; and the importance of  maintaining and sup-
porting a teaching force of  quality and imagination’ (ibid., p. 55).
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5–14
It was this that the 5–14 programme worked to address. To anyone who has been teaching in
a Scottish primary school since 1991, the 1965 curricular areas will not be new. In fact, for the
last sixteen years in Scotland, teachers have been very much held to the areas suggested above,
but arguably in a more prescriptive manner. The consultation paper Curriculum and Assessment
in Scotland: A Policy for the 90s was issued in 1987 (Edinburgh: Scottish Office Education
Department) and heralded the advent of  the 5–14 programme, addressing what was identified
by the Secretary of  State as ‘a need for clearer definition of  the content and objectives of  the
curriculum; the establishment of  satisfactory assessment policies in all schools; and better
communication between schools and parents, including reporting on pupils’ progress’
(SOED, 1993, The Structure and Balance of  the Curriculum, Edinburgh: SOED, p. 1).
Guidelines, covering curriculum and assessment, were set for children aged between 5 and
14 following the review of  the existing curricular advice by the Scottish Consultative Council
on the Curriculum. Between 1989 and 1993, proposals relating to curriculum content and
programmes of  study were scrutinised and developed under six key areas: English Language,
Mathematics, Environmental Studies, Expressive Arts, Religious and Moral Education, and
Personal and Social Development, with Gaelic and Modern Languages coming later.
There were also groups considering Assessment and Testing and Developing the Whole
Curriculum. Like the Primary Memorandum, the subject areas incorporated sub-groups of
subjects: for example, Expressive Arts comprised art, music, drama and physical education,
while Environmental Studies was a composite of  science, history and geography (later known
as social subjects, science and technology); but different headings were used, such as People
in the Past, People in Place, Earth and Space, and Living Things and the Processes of  Life.
Also, just as the Memorandum advocated working from children’s knowledge, experience and
interests to create learning opportunities for society’s future citizens, the authors of  the 5–14
programme saw the task of  education as satisfying ‘the needs of  the individual and society
and to promote the development of  knowledge and understanding, practical skills, attitudes
and values’ (ibid., p. 3).
Interestingly, the document The Structure and Balance of  the Curriculum was revised in
2000 (Learning and Teaching Scotland 2000, The Structure and Balance of  the Curriculum,
Edinburgh: Scottish Executive) to take account of  what had been recognised as good prac-
tice and successful under the terms set out by Her Majesty’s Inspectorate of  Education; but
the focus remained on equipping children with the necessary skills, knowledge and attitudes
that would lead to ‘a personally rewarding life, productive employment and active citizen-
ship’ (ibid., p. 3). This document directs teachers to a ‘structured continuum of learning’
(ibid., p. 4) for their pupils and retains the Piagetian notion of  learning through stages. While
the Memorandum was open-ended, and teachers and headteachers had liberty to make use of
the curriculum to fit contexts in which they found themselves and their pupils, the 5–14 pro-
gramme did not work in the same way.
The programme laid out the governing principles of  the 5–14 curriculum: breadth,
balance, coherence, continuity and progression. However, the application of  these principles
was much more rigid in practice than in theory. The philosophy behind the programme was
such that it should allow for integration and cross-curricular opportunities while using chil-
dren’s experiences to build upon, all the while ensuring that there was a comprehensive range
of curricular areas to learn about and to draw from. In practice, what tended to happen was
that there was much focus on the balance of  the curriculum.
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The Memorandum had shied away from setting timetables, since this was seen as
inflexible and led to rigid timetabling that would be too closely related to the teaching of
discrete subjects as opposed to curriculum integration; it would ultimately lead to children
disengaging with the topic under investigation, since neither their individual needs nor
their interests would be taken into account. Significantly, in an attempt to ensure provision
for a range of  learning experiences and the attainment of  high standards, the 5–14 pro-
gramme recommended appropriate time allocations. A minimum time allocation for each
curricular component was recommended for each of  the five areas in an attempt to protect
parts of  the curriculum other than Language and Mathematics, following the earlier criti-
cisms that these two areas dominated classroom practices. Mathematics and Language were
allotted 15 per cent of  the timetable each, with the Expressive Arts sharing 15 per cent.
Environmental Studies was given 25 per cent of  the timetable, and Religious and Moral
Education had 10 per cent. There was provision for 20 per cent flexibility time where
schools were allowed to use this time for an emphasis of  their own choosing, for, say, whole-
school activities, pastoral care or cross-curricular activities. It is important to note that the
5–14 Guidelines and its recommended time allocations very quickly became viewed not as
guidelines, but as mandatory strictures that were fully enforced across the primary-school
sector.
Having taught in the primary sector throughout the 1990s, personal experience and obser-
vation indicate that these strictures were little challenged, and some staff found that they had
to undertake exactly what the Memorandum’s authors had asserted as negative practice: the
following of  rigid timetables where children experienced, for example, art lessons at one
o’clock every Thursday afternoon and similar regimentation for other areas, with head-
teachers counting up hours on timetables to ensure that the recommended time allocation
was being met. Consequently, the curriculum became more and more fragmented, with
class teachers teaching the curriculum in discrete subjects with limited evidence of  cross-
 curricular activities or integrated approaches to learning, despite the principle of  coherence
which was originally designed to facilitate the linkages between one area of  knowledge and
skills and another. This was contrary to the stated intentions of  the 5–14 programme. The
guiding principles of  breadth, balance and coherence were intended to go hand in hand with
continuity and progression, and these latter two aims were supposed to work for the benefit
of  individual children.
ATTAINMENT AND ASSESSMENT
Continuity meant that teachers would try to build on children’s previous experiences while
also taking into account their abilities and attainment. Progression, similarly, allowed that
children work towards goals that were set within the guidelines. The programme put in place
a set of  five attainment levels, ranging from Level A through to Level E, with a later addition
of a sixth level, Level F, to account for, and to allow provision for, more able children. It was
intended that children would progress through each level, beginning at Level A, following a
Programme of  Study set out under specific Strands within each curricular area. For instance,
within the English Language document, children would experience Reading, and within this
there would be several related strands that ran across the levels: for example, reading for infor-
mation, reading for enjoyment, reading to reflect the writer’s ideas and craft, and so on. This
allowed teachers a common language to share with colleagues and parents. Children would
be expected to attain certain levels at certain stages throughout their primary-school career
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and into the second year of  their secondary schooling. This again mirrored the Piagetian stage
theory found in the Primary Memorandum; the Scottish primary curriculum has found it
difficult, impossible even, to move away from this notion. In order to progress from one level
to the next, teachers would monitor and assess performance against the criteria set out in the
strands.
Should teachers consider a child to have completed and grasped the work within the
strand pertaining to a specific level, they would move on to the next. In maths and language,
however, there were National Tests that children had to pass in order to move on. While the
progressivism of  the Memorandum denounced formal testing, particularly in the early years,
in favour of  observation or diagnostic testing, the 5–14 programme lauded it as good prac-
tice. What has resulted is exactly what the Memorandum warned against: teachers limiting
their content to ‘teach to the test’, or that the time-consuming activity would provide no
more information on the children’s learning than what the teacher had already observed in
everyday teaching and interaction. While it was not intended that children be seen to pass or
fail these tests, what, in practice, often happened was that children were made very aware of
their attainment levels, and pressure was exerted on them and on teachers to ensure that each
child was on the ‘correct’ level for his or her stage. This often resulted in teachers ‘helping’
the children to pass tests at the expense of  their understanding, ability or readiness to move
to the next level. There was an initial protest from teachers and parents over the tests and
their implementation, but this was relatively short-lived. Simpson (2006) offers a critical dis-
cussion of  the events that precipitated the National Tests and revisits the alliance forged
between teachers, parents and the unions in their initial fight against National Testing. The
5–14 National Tests have been replaced in recent years by National Assessments, which are,
to all intents and purposes, the same thing as National Tests but under a new and different
name to reflect the work undertaken by the Assessment is for Learning initiative (see
Chapter 74).
Assessment is for Learning (AifL) was initiated in 2002 and was a joint development by
the (then) Scottish Executive Education Department (SEED), the Scottish Qualifications
Authority, and Learning and Teaching Scotland (LTS). Between 2004 and 2007, teachers
have been introduced to AifL with a view to aiding communication with pupils and parents
and to support them in their assessment practices on both a formative and a summative
level. The AifL programme is broken down into three key areas: Assessment for Learning,
Assessment as Learning, and Assessment of  Learning, with advice and guidance provided
via a website (www.ltscotland.org/assess/index.asp). Through the website, teachers are
provided with opportunities to share good assessment practice. They are given an assess-
ment toolkit and a research library, and there are opportunities to meet at events to discuss
assessment theory and practice; there is also a Virtual Research Environment (VRE) where
teachers, policy-makers and researchers can come together to reflect on assessment. With
perhaps the exception of  the formal National Assessments that seem little improved from
the National Tests in terms of  actual practice, the philosophy of  assessment in Scottish
primary schools appears to be more positive in its approach to supporting teachers’ assess-
ment practices. This is true in the sense that teachers are engaging with AifL and are
employing more formative assessment strategies in their teaching than may be implied by
the summative National Assessments. The move to formative assessment practices,
utilised effectively, may more appropriately support children’s learning to enable them to
become ‘successful learners’, ‘confident individuals’, ‘responsible citizens’ and ‘effective
contributors’.
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A CURRICULUM FOR EXCELLENCE
These four capacities – ‘successful learners’, ‘confident individuals’, ‘responsible citizens’ and
‘effective contributors’ – are exactly what is hoped for in A Curriculum for Excellence (ACfE)
(SEED, 2004). This document aims to ‘establish clear values, purposes and principles for edu-
cation from 3 to 18 in Scotland’ (SEED, 2004, p. 3). There is no doubt that the authors’ values
are clear when they are explicated with a view to addressing the five National Priorities for
Education that grew out of  the National Debate on Education. The National Priorities of
Achievement and Attainment, Framework for Learning, Inclusion and Equality, Values and
Citizenship, and Learning for Life are pulled together to create some kind of  cohesion across
the ages and stages when children are expected to undertake some form of  education or formal
schooling. It is hoped that these five priorities can be targeted through the four capacities that
ACfE aims to foster. What is perhaps worth querying is just whose values ‘our’ values are that
are being espoused, since the document clearly states that ‘It is one of  the prime purposes of
education to make our young people aware of  the values on which Scottish society is based . . .
Young people therefore need to learn about and develop these values’ (ibid., p. 11).
While there undoubtedly was some agreement in the National Debate over the positive
aspects of  the curriculum as it stood under the 5–14 programme and the need for some revi-
sion or rethinking, it is a large claim to make that all Scots share the same values, and yet a
further jump to suggest that children should be made to learn and develop these values. It is
not in doubt that those with an interest in Scottish education will want the best for Scotland’s
children; however, the move to so explicitly state the teaching of  values required of  children
is new. The values of  the authors, though, are apparent in the document’s rhetoric through-
out, with many phrases open to accusations of  ambiguity and interpretation, such as ‘More
options for specialisation will be available later . . .’, ‘To enhance opportunities and allow
greater personalisation of  learning’ (ibid., p. 15), or that the curriculum ‘must be inclusive,
be a stimulus for personal achievement and, through the broadening of  pupils’ experience
of  the world, be an encouragement towards informed and responsible citizenship’ (ibid.,
p. 11). Perhaps this was the intention; in order to engage people in this reform, there was a
need to spark dialogue to facilitate the new curriculum’s development. ACfE relays the
implications of  the values, purposes and principles for young people, parents, teachers,
schools, early-years centres and colleges, employers and providers of  higher education, the
education system and society in general.
ACfE retains something of  the focus on experiential learning as promoted in the
Memorandum while also maintaining a notion of  stage development. What has been
addressed, so far, in this reform is a move away from the 5–14 tendency to discrete subjects;
and again teachers are being urged to develop cross-curricular approaches and an integrated
curriculum through the principle of  relevance and purpose. The principles for curriculum
design hold onto the notions of  breadth, progression and coherence, but these are now
enhanced by once more suggesting that there should be enjoyment and challenge for chil-
dren – and indubitably for teachers – while also offering personalisation and choice. There
is an explicit desire that children are encouraged to learn in meaningful contexts, but the
focus appears to have shifted away from rigid attainment levels, albeit the National
Assessments will continue, as will newly named levels, to one where children will engage
more purposefully through a wide range of  contexts.
The contexts being proposed are still subject-specific; expressive arts, health and well-
being, languages, mathematics, religious and moral education, sciences, social studies and
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technologies, with the suggestion that schools be allowed to decide for themselves how they
organise learning. The danger is that teachers, especially those trained throughout the 1990s,
will find it difficult to move away from the pattern and rigid structure of  5–14, and that learn-
ing across the curriculum through integrated planning and implementation becomes con-
trived. Those designing ACfE perhaps missed a huge opportunity to overhaul and rethink
what happens in Scotland’s schools. The curriculum in Scotland at the beginning of  the
twenty-first century could have fallen under headings such as Creativity or Thinking or
Problem-solving, if  headings were needed at all. Perhaps an approach such as this would have
encouraged teachers to think beyond curricular areas and make stronger integrated links that
would enable them to move away from what Paterson calls ‘the peculiarly Scottish version
of child-centredness’ (Paterson, 2003, p. 116), where controls and freedoms of  children
come into conflict. Such a move away from a direct curricular focus may have been a more
appropriate way of  viewing the new curriculum, since there is emphasis not just on formal
content but on the overall ethos within the school and preparation for future adult life as cit-
izens in Scotland.
The recurring theme in the Primary Memorandum, the 5–14 programme and A
Curriculum for Excellence is that of  citizenship and future participation in the world of  work
as a citizen. None of  the texts actually defines just what a citizens is, but they all aspire to
make citizens of  Scotland’s children. It is important and significant to note that nowhere is
the child viewed as a citizen already; all references are anticipatory. This is the case in all
aspects of  a child’s social world; they are always in a state of  becoming (Cassidy, 2007). In
fact, in writing about children as future citizens, it would be impossible for a curriculum to
be written for children qua children; this would require a very different philosophy result-
ing in potentially very different practices.
CHANGING PRACTICE
March 2007 saw the first of  sixteen ‘roadshows’ concerned with ACfE organised by
Learning and Teaching Scotland (LTS). During these roadshows, teachers, headteachers,
local-authority education personnel, members of  the ACfE writing team and other stake-
holders within education were invited to engage with the first draft of  the learning outcomes
to have been produced; these related to science. The worries, emerging from these early dis-
cussions of  school staff, appeared to be that the core skills within language and maths would
be lost, and requests were expressed for more structure and a desire to know what teachers
would be expected to do exactly. Interestingly, and perhaps in contrast to the dilemma of
needing to know exactly what teachers were expected to implement, general discussion
among some of  those present suggested disappointment that what they were being presented
with was nothing new and that they had anticipated innovation. Additionally, there were
concerns from those attending the roadshows about increased workload and the difficulties
in gaining an overview to avoid duplication in either the topics covered or the learning and
teaching approaches used to meet the curriculum. Communication will be vital within
schools and across the transition stages of  pre-5 to primary and primary to secondary (with
the additional possibility of  the transition to Further Education for some children who cross
the sector divide to undertake qualifications either academic or vocational). While the phi-
losophy of  teacher autonomy and opportunities to be creative are generally welcomed, the
culture of  accountability afforded by the structure of  5–14 will be difficult to shift for man-
agers and those in classrooms.
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This change in ethos may prove difficult if one reads the language within the documen-
tation carefully. During the conception of the new course, there was an expressed need for
‘decluttering’ the curriculum. It was not clear what was meant by this, and there was concern
that specific subject areas would disappear but that the time teachers spent face to face with
children would remain the same. The notion of decluttering seems to have disappeared after
the initial discussions about the need for curriculum reform. It did, however, make a reap-
pearance at the first of the LTS roadshows, but again the term was used without clarification
or, in fact, teachers questioning the speaker. This is not the only word worthy of note. There
has been a steady shift from softer language such as ‘possible’, ‘may’ or ‘might’ to words
with more force such as ‘must’, ‘should’, ‘will’ and ‘need’. It may be argued that this will give
further ammunition to those cynical about the real reforms taking place. It may be that ACfE
becomes very like 5–14 in terms of its approaches, but it could also be that teachers enforce
this rigidity upon themselves because they were inducted and socialised into 5–14 in their
initial teacher education and they may fail to take advantage of the opportunity for genuine
reform and innovation.
MOVING FORWARD
In many respects, ACfE resonates soundly with the 1965 Primary Memorandum. In fact,
were today’s initial teacher-education students encouraged to read the Memorandum, they
would find that there is little difference in the stated philosophy of  Scottish education in
1965 from that of  2007. Had 5–14 not ignored the very positive but now much neglected
Education 10–14 in Scotland (Dundee: Consultative Committee on the Curriculum, 1986),
the development from the Memorandum need not have taken forty-two years. The 10–14
document built very much on the progressive Deweyan tradition of  pupil experience being
essential to learning. The curriculum design for this programme used helpful phrases that
will be recognisable in the ethos and principles of  ACfE, for instance, ‘learning to learn’,
‘physical development and well-being’, ‘social competence through active involvement in
school life and activity’, ‘living together in a community and a society’ and so on (CCC,
1986, p. 47). Further, the document called for greater continuity and liaison between
primary and secondary schools. It also had as its axiom that ‘a young person’s experience
of  education should be coherent, continuous and progressive’ (ibid., p. 5) and that, if  these
characteristics were missing, there needed to be ‘sound educational reasons for their
absence’ (ibid., p. 5).
Conventionally, there has been an acknowledgement that teacher–pupil relationships are
different in the two sectors, with children in the primary being taught by the one teacher
throughout the year but with secondary pupils experiencing a range of  adult input. There
has been a marked change in this in the twenty years since 10–14 was published, however.
Nowadays, children in the primary classroom engage with a range of  adults – visiting spe-
cialist teachers, community workers, learning-support assistants, parents, classroom assis-
tants and so on. More and more, children will expect to see and work with a whole variety
of  adults in the classroom. This is a far cry from the days of  one teacher managing and
attending to the needs of  all the children in a particular class, with perhaps a ‘pupil teacher’
offering some support in classes of  forty and fifty children. Now we have integrated services
and community schools. We also have an inclusion policy where all children are welcomed
into classes and attempts are made to cater for their individual needs. Teachers now take
greater account of  children’s varying degrees of  social and cultural capital and use them to
  :    31
M1357 - BRYCE TEXT.qxp:Andy Q7  28/3/08  09:48  Page 31
help shape their approaches to learning and teaching. Of course, this is the ideal, which is
not always realised fully in practice.
Certainly, teachers will work in new ways, ways that require liaison with integrated serv-
ices and the wider community. The school will come to play a bigger role in communities
and vice versa. Catering for children’s individual needs, though, may be the most difficult
aim to meet in the coming years. Teachers may embrace the new curriculum and all of  the
approaches to learning and teaching which its architects espouse; but social deprivation,
poor parenting and a lack of  resources for schools and those working with children will make
this challenging. The recent UNICEF report, The State of  the World’s Children 2007: Women
and Children – The Double Dividend of  Gender Equality (www.unicef.org/sowc07/report/
report.php), shows just how impoverished Scottish children are. Teachers and those
working with them will battle hard to meet the philosophies or principles underpinning
ACfE; they will work to help children learn and learn for themselves, but what needs further
consideration is that to create any kind of  meaningful educational reform commitment is
required. The political agenda will, as ever, impact on school practices and policies. With the
SNP taking control of  the Scottish Parliament in 2007, and the promise of  smaller class sizes
starting in the infant stages, this may be one of  the first steps towards effecting change and
reform in Scottish primary classrooms. More than this is required. Teachers and policy-
makers will need to adopt attitudes that recognise and enact opportunities to embrace
change. Through the curriculum, teachers must provide challenge and enjoyment, breadth,
progression, depth, personalisation and choice, coherence and relevance; in other words, A
Curriculum for Excellence.
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